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The following codiag manual was developed for the Texas Teacher 

* '> 

Effectiveness Study and is intended to be self-contained. This system 
is similar in inception to the "Teacher-Child Dyadic Interaction System" 
reprinted in Mirrors for Behavior; An anthology of observation instru- 
ments continued, 1970 supplement . Volume A, Philadelphia; Research for 
Better Schools, Inc., 1970, Those interested in this earlier version 
may wish to examine it too. The following coding system differs in 

6 

several ways from the earlier one in that it includes provision for 

extensive coding of student initiated questions and comments; opinion 

questions; and expanded private work contacts both teacher in inflated 

and student initiated with more extensive coding of quality and type of 

behav i ora I contacts • 

The focus for this system was on teacher behavior since the larger 

research question invojved the relative effectiveness of teacher process 

behaviors in producing stti dent learning gains. However, this system 

can be readily adapted to account for individual student interaction 

with teachers by including a space fjor coding student number, 
^ - " *' ' 

The authors wish to acknowledge and thank Don Veldman for his 
statistical design suggestions; Shyam Ahuja, Marilyn Arnold, Jim Blackwell 
Maria Buczynski, 'John Crawford, Susan Florence, Teresa Harrjs, Carol 
King, Karen Ma.ys, Mark Mays, Nancy Moore, Piara Panhu, Brian Peck, 
Kathleen Senior, Carol Watkins, Michael Weissberg, and Andrea Winter 
for their help in classroom coding and data preparation; John Sheffield 
and Jim Sherrill for their help in data analysis; and Marilyn Arnold and 
Karen Mays for help in manuscript prepara*tion, ' • < 
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GBNERAIi PROCEDURE AND ORGANIZATION OP CODING 



1# Pill In all the information at the top of each and -every sheet* 

2« Use a separate sheet for Response' Opportunities for each subject* % 
Do^ not draw lines * use (and label) a separate sheet* 

3. Use a separate sheet for ^Resj^bnse Opportunities and ,a separate sheet 
for Child Created Contacts (CCC) and Teacher Afforded Contacts (TAC) 
for reading groups* Label the sheet "Reading Group.'* On the CCC an 
TAC sheet draw a line acros's the entire page near the bottom to 
•eparatp inside-group cpntacts from outside-grCup contacts, Outside- 
group contacts go below the line at the bot.tom of the page* 

A. Transitions are to go on the same s^eet as the preceding activity » 
but separated from the activity by a line across the entire page. 
Transitions must be labeled transition and one of these categories 
of transition designated: (1) entire class, (2) interchange between 
classes, (3) intraclass group changes ' (1 .e. reading group or math 
^group), 

5. Keep an accurate record of the cime.. Record time at the beginning 
of each new activity. 

6. When you fill up one sec^tion on a sheet, although the other sections 
may be blank, begin a new sheet for all sections. 



The essential thing to remember when coding is that you must divide, 
and labels your coding so that it will be meaningful and useful later. ' 
We must be able later to match your coding by time and activity with 
that of your partner in order to get the most accurate picture of what 
vent on in the classroom and in order to establish inter^-coder reliability. 
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. - ' ACADEMIC 

- ' ' RESPONSE .OPPORTUNITIES 

.The coding of response opportunities is perhaps the mo.st difficult 
coding in the system, since several aspects of the interaction have to 
be coded and the sequence of events, within the interaction must be main- 
tained and indicated in the coding. To some extent the sequential as- 

* » 

pects have already been designed into the coding sheet, 'since in going < 

from left to right the coder takes up coding. decisions in the^order in 

which they tend to occur naturally: first, he places a "1" for a male 

and a "2" for a female ip the column indicating the kind of -question the child is 

t it 

responding, to.; then he codes tfie level of question then he codes the i 
quality of the child's '-answer ; then- he codes the teacher 's .feedback to 
the child's answer. Each of these aspects of coding response opportunities 
is described in turn below, after clarification concerning the term 
"response opportunity." > 

Three key aspects characterize "response opportunities" as they 
are defined in this system: (a) they are public interactions between 
the teacher and only a single child at a time, but nevertheless meant 
for arid monitored by the entire class or by the entire group operating 
at the moment (such as the reading group); (b) they occur when jthe 
teacher asks a question demanding a verbal response from the child or 
vhcn she asks^the child to publicly respond to a quest^Lon. requiring g 
non-verbal response .(such as indicating something on the board, 
pointing to the right letter or word, etc.); (c) only a single individual 
child makes the response (chorus or unison responses in which jcwo or 
more children call out the. answer simultaneously are not considered 
"response opportunities".). Thus a response oppor^tunity involves a ^ 
public attempt by an individual child to deal with a question posed 
by the teacher. , x ^ . 

Other types of teacher-child interaction are not coded as "response 
oppprtunities" because they differ from the preceding definition in 
one or more ways. It is important for coding validity to bear in 
mind that "response opportunities" as used in this system are- considered 
''to be teacher afforded ;^it is assumed that the teacher explicitly or 
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at..least fraplicitly w^nts the child involved in the interaction to 
answer the question • Response opportunities are deliberate teacher 
attempts to get a child to respond, or at least implicit; teacher 
encouragement in situations^ wh6re the child seeks out a response 
opportunity (see "call out" below)* Response opportunities thus 
Involve individual recognition of the child by the teacher. The 
previously mentioned situation in which two or more children call out 
an answer simultaneously is not considered a "response opportunity" 
because no individual child receives individual recognition or feed- 
back* Even if .only a single child calls out the answer, a response 
opportunity is coded only if the teacher responds to him in some way* 
Should the teacher ignore his answer altogether, it is not considered 
a response opportunity* 

The public nature of the "response opportunity" distinguishes 
it from the various forms of teacher-afforded and child-created dyadic 
contacts (procedural, work-related, and beha\^ioral) ♦ In the teacher- 
afforded and child-created work-related contacts, the teacher talks 
to' the child about his own individual' seat work.. Teacher 'feedback 
here is "private," meant only for the child involved and no"t for the 
class as a whole. These contacts occur when iruiividual children bring 
their work to the teacher to ask him about it or when the teacher goes 
around the room correcting work individually at each desk. It fre- 
quently happens that the teacher will question a child when dealing, 
with him individually about bis seat work. ' Such an event i coded 
under work-related dyadic contacts and is not considered a "response 
opportunity," since the question is meant only for the particular 
child involved and is not a public question. 

^ Response opportunities must also .bexdistinguished from reading 
and recitat"on turns, which are not coded in this system. .The major 
distinction is .that response opportunities are initiated by a .teacher 
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question which requires a focal, circuinscri.bed answer. Reading and^_ 
recitation turns are more extaaded performances by the cKild, in x^ich 
he ^responds at length co an initial question or command. Ordinarily 
theae will involve verbal demonstration of mastery (over learaing) of ^ ^ 
skill, as when reading aloud in reading groups or reciting mathematics 
tables • Response .opportunities involve focal questions' 

which, along with the answer given by the child and the ensuing feed- 
back, form a natural unit. Each such, question-answer-feedback segment 
. constitutes a self-contained interaction sequence in its own right, 
easily separable from preceding or following units, even when they 
involve 'the* same child* Whenever the response demand on the child 

is such that he will continue responding until and unleas he makes a 

mistake; the interaction is a reading or recitation turn and not a 

response opportunity and therefore should not be coded. 

Bach response opportunity which is coded requires the checking of four 

♦ 

separate bits of information: the type of response opportunity, the level of 
question ""asked, the quality of the child's ansver, end the nature of the^ teach- 
er's feedback response. The last item to be coded (teacher's feedback) some- » 
tines will be conylex enough to include two or more of the categories of 
teacher feedback, so that some response opportunities will require five or 
more separate markings. 

^^^^ typgs of response opportunity have been identified: In the first 
type, the teacner names the child first and then asks her question. This 
coluLW on the^coding sheet is labelled (PRE); In the second type the teacher 
asks her question first, but she calls on a child who does not have his hand 
raised or a non-volunteer (NVOL). The third type of response opportunity in- 
volves the teacher's asking a question publicly but calling on a child who 
does have his hand raised (volunteer or VOL)., The fourth type of situation Is 
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'the- call out (CALL),/ ^ , , . 

Response opportunities c©eated by children who out answers 

"to teachers' question v without waiting for penhlssion to respond' aVj ^ 

coded* in the call out column.. .The teacher creates the response 
* opportunity by asking a "public question, but one .child tails out an 
answer to this question before he has a cTiance to indicate that a 
.particular child should respofid. This t^-pe of response opportunity 
"is therefore child-created, Inthat it was not^the teacher-'s intent 
that the child answer the question. Besides those already mentioned, 
one additional consideration must, be present before coders code a 
response opportunity^under call out : the teacher must recognize the 
child's response and make some sespoTise, to the child in reaction to it. 
Called out answers which are ignored by the teacher are not considered 
response opportunities and ,are not coded . A response opportunity 
coded as call out then,, requires the following: (o) the teacher asks 
'a public question; (b) the child calls out an answer to the question 
before the teacher has a chance to call oh anyone ^tq respond: (c) the 
-teacher then turns his attention to 4thc child who called out the answer 

and says something in response to l^im The teacher's response to the 

i 

child must contain feedback regarding hisanswer to the quest{.on; the 
interaction is not coded as a re^^ponse opportunity under call out if 
the teacher confines her remarks- to criticism of the child for calling 
out the answer. It is necese?ry, therefore, that the teacher make 
some feedback response to the child who. calTs out the answer. 

Just. as there may be confusion in distinguishing between questions 
directed' to a nqn volunteer and questions directed to a volunteer when the 
coder is unsure, whether or not the child has raised his hand, there may 
also be confusion in distinguishing call outs if the coder' is unsure ^ 
whether or not the teacher made seme indication to the child that he 
should answer the question* There is usually little problem when-the 
teacher calls on the children by name, but some teachers will call on 
children by pointing at them or o-therwise non-verbally indicating that 
they shoutd^make. a response. Coders should be particularly 



alert with such teachers to j)ick up these less obvious cues given to children 
to signal their pcrtflission to respond. When the' coder is not sure whether or 
* not thc^t^acher made such a signal, and therefore is not sure whether or^^ioc 

-to code a question to' a volunteer (VOL) or a call out (CALL), the interaction 

» • * * ■ 

should. be coded as a call ou t , 

.Similarly, wheH the -coder is not sure whether the child selected had h±h hand 
up, VOL should be coded. ' • . 
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, lEVEL OF QUESTION 

•^After noting tfie tjr^e of response opportunity and the identity of 
the child involved by entering the child's number in the appropriate 
column^ the coder now coMes the level -of question- asked by* the teacher* * 
Level of question refers to the nature of the response demand made 
upon the child* Three levels are >-identif led: process questions, 
product questions, and choice questions, ^ 

These three levels refer only to^ questions aoout academic or 
• achool- re rated content. , 

To detenntne the level of the response demand built- into teacher's 
Questions the codsr must make two decisions: (a) he must decide whether 
the question is an academic question or a self-reference question: (b) 
1£ it is an academic question he must determine whether it ie^ a process 
question; prbdudt question, or choice question. Academic quescionc concern 
factual matters; connected with curriculum content of the school. They 
require the child to make a response showing that he has certain knowledge 
•.of information, to provide such inforpation himself in answering the quen- 
tiOtt, or to expiry in' something at length showing his grasp of the principles 
^involved. The content of ' the^ question deals with reading, writing, arith- 
Mtic, social studies, science, spelling, or otheraspects of curriculum 
which the school is attempting to deliberately teach the child. Questions 
denting with these matters are considered academic questions and subdivided 
into process, product, and choice questions. Questions that do not deal 
with such factual matters but instead ask^ for the child's preferences^ 
personal experiehceB", and no forth are tallied in the boxes under Self - 
Refer<ince questions* Questions which deal with a child*s opinions oi* 

predictions'^ are cbde'd separately as Opinion Questions . Both the Self '* 

i?/%f^ir#n&<» a nd . Opinion categories will be described later. 
Process Questions "* 

This is the most complex level of question, in which the child 
is required to explain something in a way that requires him to inte- 
grate' facts ^or to show knowledge of their interrelationships • It 
most frequently is <a. ''why?" or "how?" question, and usually requires 
an extended^ phrase , or sentence for formulating an adequate response 
single word answerj are not usually sufficient. A process question 
requires the child to specify the cognitive and /or behavioral stops 
O ^hat must be gone through in order to solve a problem or come up with 
an ^answer . ^ 



Exaaples: What can' we learn from this story? 

What docs that saying oean? 

Why should we not play with matches? 

How do new plants gfow from old ones? , 

Why does it get dark, at night? 
_ How do you ^cnow that that's a long J'e" sound? 



Why is that a wrong answer? ^ 
What should you do if ... ? 

As a,lwi?ysj the teacher's intent determines the coding. For example 
the. teacher may ask "When you ride your bike and come to a stop sign, 
«hat do you doV\ Ordinarily this would be coded as a product question 
deaandlng the answer "Stop." However, if the question appears just a£te 
a lesson In^ which the te*acher had explained the process of stopping 
(atop the bike, carefully look right and left, Judge the distance of any 
cars^lri sight, and quickly get to the other side, etc.), this question 
would be coded as a process question . This example illustrates the^ 
procedure to be followed when in doubt in determining whether a question 
should be process versus product. If the teacher seems to be requiring 
a process answer, that is a long explanation of a complex sequence of 
events, process question should be coded. If on the other hand he seems 
to be satisfied with a simple short answer^ product question would be 
coded; ^ * 

Product Questions 

Product questions seek a specific correct^ answer which can be ex- 
pressed in a single word or short phrase. They* do not involve the 
explanations built into process questions, and at .the same time they 
do not provide the child with alternatives which include the correct 
answer, as in choice questions. Thus the child must either know the 
answer and verbalize itSor take a guess by encoding an answer on his 
own. % 

Examples: What (letter, number, day, shape, color, etc.) is thi's? 
^ Who (discovered America, is the president)? 

What is this? . . " 

When (is Christmas, was America discovered, eta)? 
Where (is Boston, do we buy food, etc.)? 
What do we get from cows? 

How many ' are ther-e? 

, How do you spell ? " ' 

WhatT do buses do? 

What is this word? (a question requiring the child to read 
a a'lngle word id coded as 'a product question rather than as a reading 
tarn> ;*hich involves reading at length) - 
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Product Vesttona uflually iSeginiwith "who?", "vhat?", "when?", 
'Sihere?", "how ouch?", or "howmany?". Many of the response opportunities 

-•ln-the--early"8chool- grades; will..be , coded as^pr^ questions if the child is *«Wed to 
identify a letter, produce a sum or remainder, etc. While the child 
may havl to go through many cognitive processes in order to arrive at 
the. answer, the question itself as asked does not require him' to 
verbalise these processes but only to produce the answer. So long 
as this is true the question is Tiroduct £uestion, and the response 
demand on the child is less than it is for a pro..ess question, since 
less is required of the child and since th3 possibility remains that 
he might guess the answer without knowing the process that the teacher 
wants him to know. , ^ 

The following example occurred during a reading group: The teacher 
gave ea^ch.4:hild a card with a word on it and then told the children, each 
in turn, to re§d their word and then place it under the picture that it 
matched. This coded as two separate response opportunities for each 
child; the first one being a product question (read the word) . and the. 
,.cond being a chiTce question (match the word to one of the pictures). 

In.di.cussing stories or pictures there sometimes will be difficulty 

'indatinguishing product que^^tions from self-reference questions. As 
alwaya, coding must follow xhe teacher's apparent intent. Thus if the 
answer to the question, is to be found 'by examining the picture (What 
color is Sony's wagon?), the question is coded as a product question. 
On the other hand, if the :teacher is not asking for a factuaj answer but 
Manta to get opinions on what the childreti think might happen (What's 
Dick going to do now?), an opinion question is coded. In general, 
if the teacher is fishing for the right answer he is asking a product 
question; if he is instead only trying to get the children to express . 
.Themselves or to talk about the picture, self-reference or opinion 
are coded. Sometimes the teacher will begin with a produc.t question and, , 
•eeing that he isn't going to get the answer.,_3m^ntinue to ask various 
children what they think will happen, etc., so that ^the remainder of the 
questions will be coded as self-reference ^r opinion^^questions. 
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choice Questions , 

In the choice question the child does not ha4e to produce a sub- 
stantive response but may instead simply choose one of two or more 
Iniplted or expressed alternatives i Included are yes-no questions, 
elther-or questions, and questions which present more than two alternatives 
but whidi make it clear that the correct answer one - of -the alternatives. 
presented .' Choice Questions are of Interest because they tend to en- 
courage guessing b/ maximizing the child's chances of producing correct ^ 
answers (response products), even though he may lack the correct know- 
ledge or skill (response process) that the teacher assumes to be 
operating when children 'answer correctly. Choice questions -involve a 
more limited response demand upon the child than do product questions, 
since unlike the latter they do not require the child to produce a 
substantive response on his own; che child knows that €he. correct 
answer is one of the alternatives the teacher presents in asking the 
question, and if he is disposed to. guess he can make a response by 
indicating one of those alternatives. (5lcaslonally a large numbftr of 
alternatives will be present, as when'the teacher asks 'the child to 
indicate or underline one partlcula* letter oi the alphabet (out of 
the 26)'. This nevertheless is still cod'fed as a choice question • ^, 

-because the child knows that the correct answer is one of the, alter- 
natives presented. When the altematlve.s are presented verbally, 
th ere are usuall y only two or three alternative categories of response. • 

Two criteria distinguish choice questions: (a) the question deals' 
with academic content and cannot be classed as a self-reference ques- 
tion; (b) the teacher provides response alternatives, either verbally or 
by showing the child visual aids to look at in connection with the ques- 
tion, which Include the correct answer among them (le., the correct 
answer is one of the alternatives presented). Examples: 

Is this (b or d, 3 or 4, Monday or Tuesday, a square or a circle, « 
red or blue)? (elther-or questions) 

Which of these is (taller, smaller, blue, a vowel, the same as this 
one, etc.)? (select the right answer from among the alterna- 
tives presented) 

Are' these (the same, blue, circles, synonyms, correct, etc.)? (Yes- 
no questions) * . , 

Which four of th^se five things go together? (the child must plc.< 
four pictures but nevertheless the correct answers are pro- 
vided in the 'alternatives shown) 

The big bear sat on a brown box. Which words start with the same 
letter? (although more difficult, this id still a choice 
question in that the alternatives are provided in the ques- 
tion itself) 

15 
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Look At the color words on the black board. Which ones start with 
the letter "b"? (Again, the correct answers are included in 
the Alternatives presented. If instead the children were 
expected to pull these from memory (What color words start 
with the letter "b**?) without any reference to concrete exam- 
ples of color words, the question would be coded as a product 
question.) 

^ Mike an X on ainhe animals ^tha^T have a ~t FiTT ^(Any'^wofkbook" c>r 

' worksheet exercise which involves marking one*or more of a i;et 

of alternatives according to some rule is treated as a choice 
question, since all the^ alternatives are provided.) 

Coders should bear in mind that any question which is ,an *e,ither*or 

question or a yes-no question is coded as a choice questio n, regardless 

of the cdoplexlty of the content. Examples: 

<> 

If I pour the water from this white dish into this test tube, will 
there be .more water, less water, or just the same amount? 

Are the lines of a rectangle equar^anS parallelT equaT but not ----- 

p,arallel, or parallel but not e^ual? 
Which is better to put out a greas^i fire — wacer or sand? 

Although the preceding exampl'es are apparently complex, it neverthe- 

J* 

less remains possible for some children who do not understand the processes 

> If 

involved to be able to respor\d to the question, since the response alterna- 
\ tives Are provided in the question itseTf. Thus should the child decide to 

respond rather than aay that he doesn't know or ask for more information, 
hevcan respond by verbalizing one of the response alternatives back to. the " 
^ teacher. 

Sonetimes a question which would ordinarily be classified as a product 
question is coded as a choice question because of the immediately preceding 
events. The previous example "What color words start with 'b*?'*, for instance 
would be classified as a choice question if the teacher had preceded it by 
calling the children's attention to concrete examples of color words (by 
writing them on the board, showing visual aid materials "on which the color 
words were printed) . Another example occurred in the science lesson in 
which the teacher gave an extended presentation about how leaves could be 
classified according to size, shape, and color. She repeatedly compared 
pairs of leaves explaining that she was looking-for similarities and dif- 
ferences in size, shape, and color. The repetitive nature of her presenta- 
tion and the restriction of her language to the key words ''^ize,'* ''shape/* 
and ••color" led eventually to the isolation of these three words as a 
restricted set of alternatives to respond to the question "How are thes s 
two leaves different?" When she later began asking the children to con- 
^ pare leaves her questions were coded as choic e questions , since she had 
ERXC identified and reinforced "size," "shape," and "color" as the response^ 



alternatives she had in tnind and because she accepted with apparent 
8«tisf«cclpn the responses of children who simply verbalized one of 
th«i8« key words without any additional material. 
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CHILD'S ANSWER 

After coding the child's identity, the type of question, .and the 
level of question, the coder notes the child's answer into one of four 
— categoriesr correct;, partially correct , incorrect , or no response . 
The teacher's intent is taken' into account in determining the correct- 

^ 

ness of the child's response. Frequently teachers may ask ambiguous 
questions which are answered. correctly or partially cotrectly from 
one point of view but which are treated as incorrect by the teacher, 
lAo vas looking for a verjj^ specific answer. Thus ic is the teacher 's 
perception of the correctness of the child's response which is coded, 
not the coder's perception*. This distinction is important because the 
^next„.y.ariable coded is the teacher's feedback to the child's response, 
and this feedback is considered to be feedback ^tp the child's answe^r 
as perceived by the teacher. Consequently if the teacher reacts to 
response as if it is wrong it is coded as wrong, even though another 
observer might consider it to be partially or even completely corr^t* 
Correct Answers 

If the child answers the teacher's question in a way that satisfies 
him, the answer is coded as correct. Determination dt whether or not 
the teacher is satisfied with the child's answer does not necessarily 
require that 'the teacher positively affirm the answer or make some 
favorable response to it. Instead, the child's answer should be 
considered correct unless the teacher makes some positive action 
suggesting dissatisfaction with it (explicitly explaining that the 
child's answer isr incorrect or only partially cbrrect, giving the 
"correct'^ answer, or asking someone else to answer the same question). 
If the teacher does not make an attempt to improve upon or replace 
the child's answer with another, his ansi&er is considered correct. 
This means that some answers that the coder would not, accept but which 
the teacher treats as correct are to be coded as correct answers* 
Part-Correct Answers 

Part-correct answers are answers which are corrept but incomplete 
as far as they^ go or answers which^are correct from one point of view 

\ 
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but not the answer that the teacher is looking for. Again, the teacher's 
feedback response may determine the way the answer is coded. If the 
' teacher indicates that the child^s response' is correct but incomplete, 
or if he indicates that the response is correct or defensible but not 
the answer that he is looking for, code the response as part-correct. 

l/~^An answer is coded as part correct whenever the teacher^indicates- 
asDbivalence about the response- This means that the teacher may accept 
the responae as correct as far as it goes but note that it is incomplete 
(aa when the child gives only one part of a two part answer) ; another type 
occura when the child's answer is more specific or more general thca the 
particular one that the teacher had^g mind, so t^^t^the teacher must 
indicate both the validity and the imprecision of the child's answer 
('•Well, it is an animal, ^ but what kind of an aniinal is it exactly?")* 
Part correct answers will be coded most frequently when the child ro- 
duces'^an answer that^' the teacher had not anticipated. ^Of ten ft his -will , 
be because the teacher's question was more ambiguous than the teacher 
realised when asking it • . 

2, ^Sometimes the child will make* an answer" that is correct in content 
Vut la not presented in a ford which icatisfies the teacher. Examples 
Include shaking the head to indicate "yes" or "no" rather. than responding, 
verbally, answering the question in a word or a p'hrase when the teacher 
vants it put into a corap.lete sentence, counting op the fingers when the 
teacher wants the chila to do the problem in his mind, etc. These answers 
are also coded as part correct, since the teacher accepts the correctness 
of the content, but criticizes the form. 

Incorrect Answe rs 

Responses coded as incorrect answers are those in which the child's 
response is treated as simply wrong by the teacher. The teacher need 
not 'explicitly tell the child that he is wrong; he may indicate this 
indirectly by searching for the answer from someone else or by pro- 
viding it himself. In one of these ways the teacher indicates that 
the child's answer is not an acceptable response to the question he 
has asked* 
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Don't: Know 

Muiitiilng which does not appear to be an" atteapt to answer the questton, as when 
the child seems to be talking to himself or perhaps meabling "I don't know," 
vould be coded as don't' know , (DK)« 
~^ This category is included in the coding system specifically for those 

Instances when the child clearly does not answer the question which the 
teacher puts to him, and, -in effect, says so, or makes some verbal response 
indicating this* « 

So response is coded whenever the child remains silent. If the child 
does make an intelligible response, to the question it must be coded as correct 
part correct, or incorrect. Thus if a child mumbles an answer to a teacher's 
question- and is asked by the teacher to repeat his answer more loudly, the 
answer will be coded as either part correct or incorrect, depending on the , 
reason the teacher asked the child to repeat the question. If the teacher wanti 
the child to, repeat because she has heard his response but wants the other 
children to hear it or wants to avoid allowing children to mumble responses, 
the child's answer is coded as part correct, in that it is acceptable content 
delivered in unacceptable form. On the other hand, if the teacher is asking 
the child to repeat because the teacher has been unable to hear the child's 
answer and does not know whether it is correct or incorrect, the child's 
answer is *coded as incorrect. Any mumbled answer which apparently is an 
attempt to answer the question is treated an incorrect as long as it remains 
unintelligible. 

To suipmarise: if the child attempts to answer the teacher's question, his 
answer is coded as correct , part correct , or inc orrect , depending, on the teacher 
reaction to it-; if he indicates that he i*S unable to answer, it is coded as 
c don't know (DK) or If he does riot attempt 2o answer the question, it is coded 
as no response (NR) • 
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SYMBOL . 
4+ 



'^FEEDPACK REACTION 



Pes 8 

Glv Ans 
Ask 0th 
Call 



Praise, (positi've evaliiation) 

-^Critici8m--(negat-ive ^evaluation) ' 

No feedback response teacher does not react to 
child's answer ^ 

Process feedback \ 

Gives correct ar.swer (without getting into process) 
Asks another child to give the answer 
Call Out (some other child calls out the answer before 
the first child responds to the question) ^ ; 



Rept 

Reph or Clue 
-New~Q 



The teacher repeats the question 
Teacher rephrases -he question or gives a clue 

Teacher asks- a-new- question. - - 

The first seven of the ten categories listed above are desig- • 
nated as "terminal" feedback, while -the last three are called "sus- 
taining" feedback. This is one of the key distinctions involved in 
studying communication of teacher Atpectatl'.ons . '"the categories "of 
sustaining feedback inclv/de teacher behavior which prolongs the response 
opportunity by providing a second chance to deal with the same or 
related questions. Use of sustaining feedback reactions is an index 
of the teacher's willingness to stick with the child until he can pro- 
duce an acceptable answer. Terminal feedback, on the other hand, brings 
the response opportunity to a close. With terminal feedback rear tions 
the teacher either gives the child the answer or sees that he gets it 
from someone else, or merely makes a feedback or evaluation response 
without supplying the answer. In either case, he does not sustain 
ihe interaction and provide additional response opportunities. 

The terminal feedback categories may also be profitably sub- 
divided for some purposes to the first three categories, which do not 
Involve a substantive response or answer, and the second four 
.categories, whicV^o involve such an answer. The ten categories, then, 
maybe sunmarized as^ follows: the first three categories of terminal 
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feedback provide the child only with positive or negative evaluation, or no 
feedback, and not with substantive information; the last four categories 
of terminal feedback do provide substantive information to the child, 

eTther from the teacher or from one of the other children; the final 

three categories (sustaining feedback) provide the child with a 
. second response, opportunity^, either to answer the same question or to 

answer a related one. Ihe categories are defined so as to be mutually 
- exclusive but not contradictory, so that more than one categoi^ may 
apply to a given teacher feedback react io'tf. In such caseff, each new 
category of teacher feedback is simply noted in the order in which it 
occurs. Certain types of multiple-category teacher feedback reactions 
require special coding conventions, but discussion of these will be 
deferred until the categories 'themselves are presented in more detail- 

Praise 

-Praise refers to the teacher's evaluative reactions which go 
beyond the level of simple affirmation or positive feedback by verbaUy 
complimenting the child ("Good," "Fine," "Wonderful." etc.) and/or by 
accompanying verbalization of positive feedback with expressions -or 
gestures connoting excitement or warmth. Thiis praise is coded when 
. the teacher does something more than merely, indicate that the child 
? hBS given a correct response. He conmunicafes a positive evaluation 

or a waxti personal reactioii to the child and n'.- merely an impersonal^ 
communication of information. 
prlticlsm 

Cri,Cician; pajiallels praise In that it refers to negative teacher 
evaluative reactions- rhat go beyond the level of simple negation by 
exprenlng anger or personal criticism of the child in addition to 
indicating the incorrectneea of hia response, The* category include^' . 
obviouB verbal criticiatn (^'That's a stupid answer ^Mhat^u the matter 
with you^** "If you'd pay attention, maybe you'd get it right'*) and 
verbal negation which ie accompanied by expreaaive or geatural communi- 
oatlon of hoatility, anger, diagust, or sheer frustration. In general, 
any verbal reaponae which disparagingly refera to the child 't in- 
tellectual ability or, more frequently, his motivation to do good work. 
It coded as criticism ^ Stateipents of latter type by the teacher may 

ErIc ^ 22 
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bt factually tru« (I.e., th« child may not hAV« batn paying attantion) 
■ or fuiy ba unverifiable gratuiwui ra/«ction ("Vou Juit don't cara"). 
Both ara nevarthaleii coded as criticiim . aince thii coding refer* 
to tha'taacher'i behavior £8r ■£ and not to the veracity or Juetifica- 
tion for hie itatementa. 
No Feedback . Reaction 

If the teacher makes no response whatever following -the child's 
anawef ^to^the question,, he is coded for no feedback reaction ^ This 
means that he makes, no verbal response to the chi,ld and does not 
comnunicate affirmation or negation by f?haking his head in response 
to the answer. Instead, he merely moves on to something else, f,crhs;7s 
by starting to-make a new point or by asking another child a 'question. 
Most coders will be surpris'Bd to find that this category^is^used much 
more often than they had expected. It frequently happens that the 
teacher makes no. feedback reaction ac all to the child's answer, 
especially in fast-moving question drills where he is pushing to get 
correct answers in ^an impersonal fashion, without paying attention 
to the. individual child giving the atiswer* 

In addition to the obvious condition of no feedback reaction 
outlined above, where the teacher says and does nothing in reaction 
to the child, one special type of teacher reaction is also coded in 
this category* This occurs when the teacher repeats the child's 
answer in a quizzical manner without indicating whether he considers 
it to be correct or incorrect. This reaction may* frequently occur 
when the teacher is asking the children to guess, give opinions, or 
make predictions about something. In such instances he may reply to 
the child^'s answer ("He's going to go home* and tell his mother") with 
an ambiguous response ("You think he'll go home and tell his mother?"). 
Unless the teacher's feedback reaction is further elaborated to prv..- 
vide affirmation or negation or some substantive ansver to the child. 
It Is coded as no feedback reaction . 

Process Feedback 

Ihe process versus product distinction Introduced prevtouily iu 
dlicuitlng level of question is^also^used In coding tho levol of 
teacher feedback. Process feedback is coded in the present categoryi 

'Er|c ' 23 
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while the following three categories refer to produgt feedback 
(simply giving the answer). Process feedback is coded when .the 
temcher goes beyond merely providing the right answer and discusses 
the'cognitive or; behavioral processes that are to be gone through in 
arriving at the answer. In other words, "he reviews the question or 
problem with the child at length, telling him how to go about respond- 
ing to it and not merely what "the correct answer is-. Process feed- 
back occurs most frequently following^ errors , when the teacher ex- 
plains the reasoning processes to be gone through to arrive at the 
coyrcct answer or explains the erroneous processes followed by the* 
child to arrive at t'he wrong answer. Process feedback may sometimes^ 
follow c orrect answers^ as when the teacher elaborates on the" response 



to verbalize the process knowledge it represents" ("YesTwe^ know -that 
we should use a .capital letcer since it is a proper name, and all 
proper names begin with capital letters'!). Teachers may provide ^ 
process feedback by simply answering a process question, since by 
definition a process question requires a process answer- Other than \ 
this special situation, however, process feedback will usually require 
elaboration upon the answer to a question. 

« 

Gives Answer 

This category is used when the teacher gives the child the answer 

to the question, but does not elaborate sufficiently to be coded for 

■ process feedback. The category is used only when the child has given ■ 

a wrong answer or has not answered the question. When the teacher giv 

"'an answer to a process question it is "coded as process feedback. Othe 

wise, any situation in which the teacher provides theCanswer to the 

question to which he has asked is coded as .gives answer . Usually this 

.will correspond to product feedback following product questions, 

although occasionally giving the answer to choice questions may also 

be coded here if the child does not take a guess and try to answer 

i 

'the question himself. 
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Asks Other 

If the teacher does nol^ answer the question bimself but Instead 
asks some other child to answer it, the* feedback is coded as asks 
other « This category is coded regardless of the level of question or 
feedback involved (i.e., feedback to process questions is still coded 
under asks other if the teacher,, asks another child to provide the 
answer). Sometimes the teacher will ask another child very explicitly 
to answer the question that could not be handled by the first ("Johnny, 
can you help Mary?"). However, this need not be so explicitly stated 
'f^^ asks other to be coded. Whenever the child does not answer a 
teacher question and. the teacher moves to another child in order to 
get the answer to that same question, the teacher's feedback reaction 
la coded for asks other . ' • 
Call Out 

The cal 1 out category is used when another child calls out the 
answer to^the question before the teacher has a chance to act on his 
own. This category is coded regardless of the^ level of question asked: 
if another child calls out the answer to the teacher's question before 
either the first child or the teacher himself can provide that answer, 
the feedback category call out is coded. Usually this will mean 'also 
coding a response opportunity- for the child who called out the answer, 
provided that the teacher makes some individual response after he calls 
out the answer. In any case, the feedback coded for the first child is 
cal 1 out . 
Repeat s Question 

This category and the two to follow comprise the categories 'of 
sustaining feedback , ''^n which the teacher sustains the response oppor- 
tunity and provides the child with a second chance to respond. The" 
first such reaction is when the teacher simply repeats the question . 
This will almost always occur when the child has made no response, 
although it may also occur at times in which he has given an incorrect 
response. In any case, if the teacher asks a question, waits some 
time without getting the correct answer, and then repeats the question 
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to the dame cHtld , his feedback reaction is coded as repeats question . 
The teacher need not repeat the entireVquestion word for word in or3er 
to be coded in this category.* Truncated versions of the original 
quest'i/^ and short probes to determine if the child can make any 
response to the original question, are both coded as repeats^uestion , ^ 
For. exsraple, to the original question '^-niat color'is this?" the follow- 
ing responses are all cbded as repeats question : '*What color?" 
!?WelI?" "Do you know?" "John?" (The latter said in a manner that 
cofnnunicates th.at the. teacher Is waiting for the child to respond to 
his original question). 

In each of the variants mentioned above, the teacher is communica- 
ting that he is waiting for the child to respond to the original ques- 
tion and that he still v»ants "him to respond if he can. The ceacKer 
does not change the question, as in the following categories, but 
merely repeats it or refers to it as it was asked previously. 
Rephrase or Clue ^ 

In this feedback reaction, the teacher sustiiins the response 
opportunity by rephrasing the question -or p:iving the child a *clue as 
to how to respond .to it. Usually the rephrasing of the question in 
this situation will be such as to simplify it, particularly in moving 

4 

from a product question ("What cofor is this?") to a choice question 
("Is it red or blue?"). Rather than rephrase the question in *this 
manner, the teacher may provide . a clue expressed as a declarative 
statement: "It's the same color as an apple." Two key considerations 
determine the coding of rephrase or clue in teacher feedback: (a) the 
teacher does not merely repeat the question as originally asked but ^ 
embellishes it in some' way to make it easier for the chilcTtio respond; 
(bX nevertheless , -he is still seeking the same response as asked for 
in the original question. The latter condition separates the present 
category from the category of new questions which follows, in which 
.the teacher asks ^ a new question which requires a different answer from 
'the one. asked originally. 
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The material prdvided by the teacher in rephrasing the question 
or giving, a clue may or may oot be helpful for the child — certain 

.' types o.f' clues may actuall^ confuse Jhim rather than help him.. This 
fact should npt be allowed -to influence the coding. So long fts the 

' teacher does somethinjg which is intended b^ the teacher to help the 
chil'd snsver che original question , the teacher's action is coded 
"^t rephrase or clue. » . - ' ^ 

Ncv Question > 

"The teacher asks a new question when she requires an answer that 
Ifl dl ^fferent fron the 6riginal questionT although it max closely 
^elateS. A questiori -requiring a new answer is coded as a new question. 
This^ is the only criterion. Thus to the original question 'Vhat 
color is this?", questions which elicit the same answer C'ls it red 
or blue?" "Is it red?") are x^oded ,as rephrase or clue . Questions 
which seek totelicit a dfffereat answer are coded an new <|uestion8 
("Well, what color.is this one?" "Have you been studying your home- 
^l^?'.' "Is^ it bright or a Hull color?"). 

The occurrence of sustaining Jeed^ck (repeats question, rephrase^ 
or c4«je, or new question). iJtesents a spe^c^l coding problem because 
this type of feedback gives the child a new response opportunity. 
This new' response opportunity munt then be coded for level of question, 
quality, of- answer, apd .'additional feedback from the teacher. At the 
-time, ,the fact that it is a follow up to an original response • 




opportunity rather than a wholly new response opportunity must be 
nutintained in the coding system. ^ This is accomplished by skipping 
down to the next row whenever .sustaining feedback is coded, thereby 
bringing a close to the coding of €he original response opportunity 
and beginning the coding for the follow up response opportunity- On 
the next rov the level of question, the qua^lity of the child's answer, 
, and the nature of the teacher's further feedback is coded- Follow-up 

response opportunities occurring due to sustaining feedback in reaction 
to the original response opportunities are coded for type of response 
opportunity, which would be coded non-volunteer (NVOL) in^ all cases 
of sustatning feedback, level of question, quality of child's answer, 
And type of teacher^ feedback. 
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other than the special vnditions requiring skipping to a new 
row vhen sustaining feedback occurs,, the coding of teacher's feedback 
reaction simply involves noting the appearance of new cqdable feed- 
^^"back categories 

Note also that two or more occurrences of the same type of 
sustaining feedback (repeats question, rephrase or clue, 'or new 
question) may occur in succession and' be coded separately* Thus a 
teacher n^ght repeat the original question (or make some^ attempt to 
get the child to answer it) two or three times rather than just once* 
In such a situation, each repetition of the original question is coded, 
•so long as there is some time in between which amounts to a hew 
rerponse opportunity being extended to the child. However, redundant 
repetition of the question ("Well do you know?!) is coded as only a 
single repetition since no time for an opportunity to respond is 
allowed between parts of the question. When such time is allowed 
(••Well? . . .Do you know?"), two separate repetitions of the ques- 
tion are coded. " • ^ ' 
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. APPENDIX: 
Bxaaples of Teacher^ s Feedback Reactions 

" ^ 

' To facilitate comparison of examples of teacher feedback reactions to 
the answers of the children, examples will be given with reference to three 
typical teacher questions and child answers. The chree situations are as 
follows: 

Question one: What color is this? (the^ correct answer is "Red") 

Question two: What 'word is this? Ctheword is "Bad") This question " 
■igh't be asked as stated or might be implied during the reading group, as 
when*achild is reading but gets stuck when encountering the word "bad". 

Question three: How do- you think John feels? (the answer is "Bad" 
or any one of its synonyms) 

Examples of teacher feedback reactions which might be made to the 
child's answers (or failures to answer) to the previous questions are 
presented below. Under each heading the feedback reactions following the 
number 1 refer to reactions to question one; those following the number 2 
refer to reactions' to question two; *.nd those following the number 3 refer 
to the reactions to question three. Additional material' and discussion 
of special situations will appear after the examples, for each of the 
twelve categories of teacher's feedback reactions. 
Praise 

1. "RedV (delivered with gusto and warmth) 
"Right — it's red. Good, Johnny." 

"Good." (said in response to a child who has given the correct 
answer) 

"Yes, you really know your colors, don't you I" 

2. "Good — you remembered didn't. youl" 
"Bad! Very good, Johnny." 

"Right — you figured that out all by yourself, didn' t you!" 

3* "Yes, I think you're right, Johnny, that's good thinking." 
"Right, Mary I You read the story and found out how Johnny 
felt, didn't you?" ' 

Criticism 

Teacher feedback, reactions coded as criticism Include negation accom- 
panled by gestural or expressive communication of anger, rejection, or 
frustration as well as direct verbal criticism: 

29 
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"Maybe you'd know if you'd pay attention." c 
"You wouldn't make mistakes like that if you tried harder. 
JllDon't guess — look at the word. You should know better than that. 
"I told you to raise your hand before answering — weren't you 

* listening?" ' - u' i, <^ 

"We*ve been over this three^times already, John you should know it 

by now." 

•■"That's not right — what's the aatter with you? 

No Feedback React Ion 

The teacher is coded for no feedback reaction, if he siiuply does not 
respond to the child following his answer of ix he makes a verbal response 
which does not coumunicate infomation about the correctness or incorrectness 
of the child»8 answer. Exainples of the latter: "You think it's red;" 
••I never thought of that/* 



Process Feedback ' 

!• Process feedback is not possible in reaction to the child's answer 
to the first question, since the question deals with the arbitrary linguis- 
tic label which the English, language attaches to the color "red." These 
and equivalent questions involve basic facts which must be simply memorized 
rather than explained. Since the correctness of the correct answer resides 
in arbitrary societal consensual agreement rather than in the presence ol 
a logically based sequence or process, no process feedback is possible. In 
addition to color labels, other categories of questions which do net 
admit of process feedback include spelling, traffic signs and turn signals, 
and the interrelationships among units in systems of measurement. Thus 
process feedback could be given to a child v^en the question involves tel* 
ling time from tl^ clock, but not when the question concerns the number of 
ainutes per hour or the mumber of hours per day. 

2, Johnny, in order to read the word you have to sound it out 
(followed by a demonstration of how to sound out the word). When you 
don't know the word you can sometimes figure it out by thinking about the 
story so far and by looking at the picture (followed by an extended 
•xp^lanation of how the cliild might have figured out the word was "bad" 
by figuring out that Johnny felt bad in the story and that the particular 
sentence was describing how Johnny felt) . 
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3. To figure out how Johnny feels you have to think about the story 
and about what happens to hitn (followed by a discussion of significant 
events in the' story which would suggeat that Johnny feels "bad"). 
Gives Answer 

1. It's red. We call this color red. It's red, just like a 
stop light. 

2. Bad. The word is bad. B-A-D spells bad. Not bed bad. 

3. I think John probably feels bad. He doesn't feel very good, does 
* he? Ke is very unhappy, (assuning the teacher equates this with 

"bad") He feels awful. 



Asks Other 



t Here the teacher doe^ not provide the answer for the cKild but instead 
asks for someone else to provide it: ' !^ 

Does anyone know? 

Mary> can you tell me? \ ^ 

Crn someone help John? 

What is^it, class? (the teacher. may call for a chorus response, rather 
than ask for a single child to respond) \ ' 

CmIV Out - ' 

Call out is sometimes coded for the teacher's feedback reaction (al- 
though it is not a teacher response) if some other child calls out the 

4 

correct answer when the. first child gives an incorrect answer or is unable 
to respond. This includes both instances ih which .the child who calls dut^ 
the answer is coded for response opportunity (because the teacher then 
turns his ^attention to him and makes a feedback response) and instances in 
%hich the child who call's out the answer does not get code^ for a response 
opportunity (the teacher does not turn his attention to him and give 
specific individual feedback). Thus call out has a sUghtly different 
aieaning for purposes of coding teacher feedback reaction than it does 
for coding response opportunities for individual children. Call out is 
coded in teacher's feedback reaction whenever the child ,gots feedback 
from another child who in fact calls out the answer; it is not necessary 
that the teacher give feedback to the child who called out the answer. 

Repeats Q u estion 

1. What color? Well? Do you know?- 

2. Do you know t^hat word? Are you stuck? What is^ it? 

3. How does he feel? What do you think? Hmmmm? 
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kephrase or Clue 

1. 18 it red or blue? Is' it red? Is it blue? It's the s«ne color 
as « ttop light. * It's our new color for today. It begins vith r. It 

rhymes with "bed" . 

'2 Is it bad? la it had or bad? Does he feel good or bad? Look 
at, the' first letter. What word does it rhyme with? We just had this 

word up. here (pointing). How does Johnny feel? He feels ? 

3 ' Does he feel good or bad? Does he feel bad? Well, is he hippy, 
sad. angry, or what? Look at his face. He's never going to -see- Sam 
•gain. How would you feeJL if you were Johnny? How does he look? 

Hew Question , ■' ' ^ 

1. Yes, and what color is this? What else is red? Are you wearing 

anything that's this color? 

2. Why did he feel bad? Is he crying? Did you study this story? 

How do you spell that word? 

3. And how does Sam feel? Yes, how could you tell that he was sad? 

' Then what happens? Why does he feel sad? ^ ■ 

In general, the teacher's feedback to the child is coded as process 
feedback if he explains why an answer is wrong or if he explains what to 
do In order t^ get the right answer. If the original question was a 
process question, the teacher will be giving proc^ess feedback simply by ' 
giving the answer to that question. This includes the extreme case in 
which the child has^answered the question correctly and the teacher re- ^ 
sponds merely by r^eating the child's process answer. Except for the 
special-case of process questions, however, the teacher must go beyond 
simply giving 'the answer to the original question in order to get credit 
for process feedback. For example, the teacher may be observing a child 
writing his name on the .board. If she merely says "No, John^ny, you 
put a'Uttle 'j'. your name begins with a capital 'J'." she would, be 
coded for product feedback . However, if the teacher explained about 
names being proper nouns and proper noun's always being identified with 
an Initial capital letter, she would be coded for £rocess feedback. 

' The teacher may sometimes be credited with process feedback when 
thla feedback Is apparently not understood and. therefore not successful. 
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The key consideration, however, is an attempt to cotnmunicate to the child 
why his response was wrong and help him understand the processes 
Involved, and not necessarily the child's success in reaching this under- 
standing. Consider the following exitmple: 

Teacher: What color of clothes should you wear when riding a bike, 
at night? * * 

Child: Red, or maybe white. 

Teacher: Don't you. think you might want to wear white so^ that you 
could b,e seen better? , 

The teacher in this feedback reaction attempts to communicate the 
rationale underlying the, choice of white as the appropriate color. This 
say or may not be understood by the child. The, teacher is nevertheless 
credited with process feedback ^ because of his attempt to delineate the 
rationale., ^ 

Differentiation among repeating the question, rephrasing the question, 
and asking a new question requires consideration of both che teacher's 
apparent' intent and the response dmand of the second question. For instanc'i, 
when a child is reading and stops because he apparently does not know the 
next word, the teacher reaction "Are you stuck?" can be seen as function- 
ally equivalent to "Do you know the word?'' and therefore codable as repeat. 
However, the reaction "Did you study this?" is different. Here the 
teacher is not merely inquiring about whether the child knows the word or 
wishes J to make a guess. He tjas shifted focus to the more general matter 
of the child's reading ability and faithfulness' in practicing it. 
^Consequently, this reaction is coded as a new question > since it demands \^ 
a new response and is not an attempt to get the child to produce the word. 
The teacher reaction "How does Johnny feel?" woul^l be coded as repeat with 
with reference to question three of the examples. However, its appearance 
in connection with question two, when the cftild was stuck when trying to 
read the word "bad", would be coded as providing a clue (attempting to 
help the child guess the word by using context clues). 
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STUDENT INITIATED QUESTIONS 



Tlvi. category i« uaed to cover a ;>ublic response opportunity that is 
Initiated by the student rather than the teacher. Included are situations ' 
tn Vhlch the student raises his hand and asks the teacher a question re- 
garding the matter under discussion or some other matter. These are similar 
' to other response opportunities in- that thejr are dyadic teacher-child in- 
teractions vhicli are public and monitored by the rest of the class. However 
they are not Introduced by the teacher and do not involve the child answering - 
. a question posed by the teacher. These codings are tabulated separately later in 

order to keep them separated from the normal type. of response opportunity in 
■ which the student answers Che teacher posed question. 

- The student may raise his hand requesting permission to talk, pr he 
■av call- out his question without permission. If the child calls out, check 
^the . CALL column. If he is given permission to speak, then leave this col- 
uon blank. 

Relevant (REL) is coded if the question has to do with thk topic under 
dlacuaslon at the time, or if the question h^s to^ do with procedures for ac- , 
•conpllshing the assignment or activity which is going on at the moment. For 
ixanple. If the class is preparing to do a math assignment, a question about 
the number of problems to do; the procedure for working a particular problem; 
or the time that the assignment is due, would be relevant. - 

irrelevant questions would be any which were not aboUt; the current topic. 
If the class was- doing a math; assignment and a child asked what time school 
dismissed for the day, the^ question would be coded as irrelevant (IREL). 

Praise (t) and criticism (Z) columns are reserved for coding the teacher's 
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potltive or negative evaluation of the student's question. An exaople of 
Praise %K)uld be 'That's a good question. I'm glad you asked that." Criti- ^ 
cis. vould be coded if the teacher responded "That's a stupid question. You 

o 

didn't think that through." 

Sialic "yes" and "no" answers would not be coded in these colutans. They 
•bould be used only for noting the teacher's evaluation of the content of the 
child's question, not his behavior in asking It. For .example, she might 
praise his question. In which case the proise ( t) column would be checked, . 
• but she might warn hio not to call out. This warning should be coded in the 

behavioral warning column. 

The/ext set of columns provide for recording the t ype of teacher feedback . 
■ - No jE^dback (0) is^ co-ded if she ignores the question and' gives no response to 
the child. The teacher may delajr her answer to the child because she is do- 
ing something else or because she will be answering it in's few moments when 
•he I- giving directions for doing homework, etc. She may ask him to" hold his 
question/for later or she may say, "I'll answer' you when I'm through talking 
to Joa.'*' 

When she does -respond to the question she may not accept (NACPT) it into 
' the discussion, or otherwise refuse to .entertain it. The teacher might say, 
•Ve aren't talking about that now" or '^et's stick to the subject." 
Her response may be brief using a few words or a short phrase. 
S: What page are we on? 
T: Page 6. 

^ A lona feedback response from the teacher would involve,, a more detailed 

answer such as: 

Si What page are we on? ' 

T: Retaember, we did the division proSlems on page 5 yesterday, so today 
%te are going on to page 6 for practice. 

ERIC 
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■ in the c.«e a redirect , the teacher does not answer.the question 
herself, but directs It to another student or to the whole class. She might 
•«y, "Can anyone answer Johnny?" or "Tell him, class." 

The behavioral categories are used primarily for coding those instances ^ 
when the teacher focuses on the child's actions in questioning. These are 
chiefly disciplinary situations where the child has violated some rule. Ex- 
wple.: The teacher may entertain the question, but reject the behavior. 
She could also praise the behavior. 

Praise: "I like the way San got permission before he talked." 

Criticism: "I, just told you the -answer to that. If you had been 
paying attention you would knowl" 

Warning ; "Next time raise your hand and get permission to talk." 

STUDENT INITIATED COMMENTS 

Student initiated comments are treated in somewhat the same way 'as student 
initiated questions. However, since these contributions are comments and not 
question, which require specific answers from the teacher, teacher'a answers 
viU be coded differently. Comments may be coded as to whether or not chey 
are called out without permission and whether they are relevant or irrelevant 
to the topic under discussion at the time as In the case of scudent initiated 

questions* ^ 

The teacher may praise ( X ) ^^e content of the student's contribution 
by saying. 'iThafs a good point. We should talk about that." She may criticize 
( = ) by saying "That's not a good idea." and thereby negatively evaluate the 
student's comment. 

The teacher may give no feedback (0) at all to the child's comment. This 
situation could occur if the child calls out a comment and the teacher does not 
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respond to It, She nay delay her answer to the conaneut by saying, 'Vc'll get 
to that later." The teacher may also not accept (NACPT) by listening to his 
contribution but telling him to stick to the subject or rejecting his suggestion " 
.by saying, 'Vc don't nead that now," 

The teacher may also accept (ACPT) his corioent with a nod, an "OK" or a 
••yea" or in sonte other unevaluative way and then turn her attention to someone 
else. In that case the (ACPT) column is coded. 

■ The integrate coludn is cljecked (INTEG) is the teacher takes the child's 
coiaMQt and incorporates it into the class discussion. This could happen if 
for example, the class is listing something like "Rules for Good Hcalth'\ 
If the child names a good rule and the teacher puts it on the board, the 

coder would code an (INTEG). 

Shift is coded if the child's comment or contribution changes the direction 
of the class discudsion. The teacher may take up the contrib^ton and move 
.the discussion along lines dictated by the child's point. 

The behavioral categories are ceded for comments in the same way as they 
«re coded for student initiated questions . The teacher may accept and even 
praise the comment; but warn or criticise the child about calling out without 
permission; or about staying in his seat. 

The coder must be careful not to code as student initiated connoents a child's 
answer to a question the ^teacher asked previously. For example: 

Tetcher: What is this shape? George? ^ 

George: It's a triangle. 

Sam: That's not a triangle. A triangle has three sides. 

Judy: It's a square. 

Teacher: Right, a square. 
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^ S«m*8 statement Is a student Initiated comment since 


It Is not an answer to 


a question asked by the teacher, but j^s merely a comlnent. Judy's statement 


* is «an anawar to the teacher's cuestlon. however, and 


Is therefore coded as a , 


response oppoi^^nlty rather than a student Initiated 


comment • 
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SELF REFERENCE QUESTIONS 
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The self reference question reqtflres the child to make some non- 
'Academic contribution to the classroom discussion. Any questions vhich do 
not Inivolve academic content and/or are not intended to elicit a particular 
correct factual answer are tallied as sej^-reference questions. Such questions 
.do not have objectively verifiable right or wrong answers. Instead they ask 
the child for his personal experiences, preferences, home life or other factors 
in his personal background. 
Bxaxapies : 

* 

Dp you have a(dog, car, cold; pencil,)? 
When is your birthday? 

Do you like (arithmetic, ice cream, this story,)? 
What are you doing? 

Have you ever seen (a football gam^, the inside of a space capsule)? 
Do yo^li understand the work? 
Did you do your homework? 

The coder must determine whether or ndt the' question is subject-matter 

related , t/hat is, whether the question is somehow related to the subject at 

hand. For example, the teacher might begin the introduction of a new unit on 

ligrlculture with the self question , ''Have you ever planted a garden?" A second 

coding decision must be made once subject-matter- related vs. non subject-matter * 

related |s determined, and that is whether the question is a request for the 

child to show a preference or to give information about his past experience . 

Once these distinctions are made a hash mark is placed in the appropriate box. 

If the coder cannot decide between subject-matter related and n on-sub ject-roat- 



vter related , then one tally will go in the column marked (?). 
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OPINION QUESTIONS 

Opinion questions occur frequently when the teacher starts a discussion 
oa tome topic. The teacher's purpose Is usually to get a discussion 'going, 
and her responses to. the children are conditioned more by this general aim 
than i7 a concern for the oarrectness or Incorrectness of a given opinion. . - 
Opinion questions require the student to take a position on an issue or to 
^predict the outcome .of an experiment or hypothetical situation. It assumes \ 
that the child's opinion stems from an articulated rationale rather than from 
tone chance whim. If pressed he could give reasons as to why he formed it. 
- This type of question is usually when the teacher is trying to introduce 
a new unit of study. ^ — 

. In contrast, the preference type of oelf-reference question previously 
"discussed merely a«ks the child to express a preference or choose among al-» 
ternatlves on the basis of taste. The question is not ^s centrally related 
to cuy^iculum goals as the^ opinion questio n, and the child does not have to 
go through an articulated thinking process in order to answer it. 

A* few exaioples of opinion questions would include the following: 
What wouTd you do in that situation? 

Do you think there should be a Iww limiting the number of children ^ 
people have? 

Do you think that people will be living on the moon in the year 2000x 

The (NR) No Response column is checked only if tfie child makes no respons 

when asked an opinion question. A response can be verbal or non-verbal. The 

f 

coder may hear or see a child respond, but if the response is not perceived 
by the t«iacher, it is coded as a No Response (NR). 

The Praise (t) column^should be coded if the teacher offers some positive 
evaluation of the content of the child's answer to the opinion question. 
She might Praise by saying, "That's good. *I hadn't thought of that." It is 
also posaible for the teacher to Criticize ) the child's response or offer 
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ome negative evaluation of the child' 6 response which goes beyond mer'e ^ 
disagreement. " 

Teacher's feedback, aside from Praise or Criticism, may. also be coded 
in the following ways as wetl* She may Ignor e (0) the child entirely by turn- 
Ing her attention away, responding to another child, or otherwise give no 
feedback of any kind. 

The Disagree column is coded if the teacher has Keard the child, but 

:^ 

indicates that she does, not accept what -he, has said. She may Disagree byS 



"saying, "Oh, I wduldn't do that." "I wpuldn 't like .that." or by offering 
a counter opinion. ' * ' ' ^ » 

The teacher may also Accept (ACPT) what the child says in aome non- 
coBmttal way by saying "I see.",^ "pK^,' or by .nodding and indicating that she 
has heard and registered the child]s answer. 

Integrates should be^checked if the teacher takes the child's opinion 

and weaves it into the ongoing discussion or uses it in any way to build on. 
Example: 

"Bill says that we don't know enough to have people living 
on the moon. This may be true, but what about in the year 
• ^ 2000?" 
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DYADIC TEACHER-CHILD CONTACTS 

Dyadic teacher-child contacts differ from response 9Pportunities 
and reading and recitation turns in that the teacher is dealing ^ 
privately with one child about matters idios3mcratic to him rather 
than publicly about material meant for the group or class as a whole. 
The latter distinction is the key one, since teacher-child dyadic 
contacts ara riot always private (r.he teacher may talk in >a loud voice 
or address the child from across the rooir). Such interactions* are ^ 
nevertheless coded as teacher-child dyadic contacts as long as they 
Involve matters idiosyncratic to the child and are not public ques- 
tions (response opportunities) or reading or recitation turns • 

Dyadic teacher-child contacts are divided into personal, prooecural con- 
tacts, work related contacts, and behavioral or disciplinary contacts. 
They are also separately coded according to whether they are initiated 
by the teacher (teacher-afforded) or by the child (child-created). 
The coding also ref lects'certain aspects of the teacher's behavior in 
such contacts. * 

All contacts between the teacher and an individual child that do not 
involve reading, recitation or a public response opportunity are coded r 
into one of the categories of dyadic contacts (procedural, personal, work-related 
behavioral). They are separately coded according to whether the teacher or 
the child initiated the interaction. 

I nteractions are coded as teacher - afforded if the teacher 
gives feedback about work when the child has not solicited it fthe 
teacher eithei' calls the child to come jp to his: desk or goes around 
the room making individual comments to the students). Created 
contacts are not planned by the teacher and occur solely because the 
child has sought him out; afforded contacts are not planned by t^^e 
child and occur solely because the teacher initiates them. Separate 
space is provided for coding creaccd and afforded work related Inf.er- 
actions on the coding sheets, and f>e coder indicates the nature of an 
individual dyadic- contact by where he codes the interaction. 
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CHILD CREATED CONTACTS 



In 1i€iallng with child created contacts, the first necessary decision 
to be made Is whether the contact Is work-related (having to do with either 
content or procedure) or personal (relating to procedure or experience 
Sharing). 




Child-created contjacts (work-related) 

There are^J>f^ types of work-related child-created contacts: content 

■ ■* ^ 

related and procedure^ related. 

Examples: 

^^''^^ \. content related 

/ , shows work after finishing 
asks for help with problem 
wants to know how to spell a work . t 
wants to know If answer is right 

2. procedure related ^ 
^ Asking what page to do, or what problems 

asking permission to read library book 
asking "for repetition of assignment 
asking how to title paper 

When a child-created work-related contact oSfcurs, the first decision to make 
Is whether It Is content- related or procedural. Then there are fH;e columns 
divided Into two sections In which to record the teacher's feedback to the 
child. 

1. Evaluative comments (praise and criticism) 

pKa t S6 <++) should be coded whenever the teacher make a positive 
evaluative comment to the child regarding the quality of his work or the 
effort he Is expending* 

Examples: 
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"Your 're doing very well. Keep [t up*" * \ 

"Pm very pleased to 'see you workinr) so. hard^/' . * ^ 

"You got all your math problems correct. That's excellent." 

Praise comments are asually said with feeling and often with some 

'43 ^ 
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affect such as a smile, a pat on tne shoulder^ etc. 
Criticism (-) should be coded when ever the teacher makes a negative 
evaluative coiment to the child regarding the quality of his work and the 
effort he is expending. This negative evaluation goes beyond mere disagreement. 
She may disparage his ability or motivalTon, 

Examp I es : • ^ 

"YouVe not trying/' 

"Ltold you to do the exercise on page Ik That's page 21." 
^ "Your papers are always messy. You just don^t care." 

Note that nonevaluatlve comments, those which have in the past been coded 
as "feedback" (FB) are not coded a^ all. The number of times that the 
teacher gives feedback can be determined by adding the check marks in the 
section next to the praise and cri tisism ^section. This second section will 
always be coded whenever there is a child-created contact. The praise and 
criticism columns are coded only when they occur. 
2, Extent of teacher feedback to child-created work contacts : 

The manner in which the teacher gives feedback, aside from evaluative 
conaaeats, may be distinguished in any one of the following ways* 

• Delay ; This column should be coded whenever a student attempts to 
initiate contact with the teacher which is obviously related to work 
(e.g. he approaches the teacher/s desk with his workbook, reader, or a 

sheet of paper) and the teacher is occupied or hasn't time at the moment 

< 

to attend to the child and hence, put^the child off. The teacher may tell 
hlo'to return to his seat that he (the teacher)will get to him later, or 
to wait his turn in line, etc. 
Example: 

A student stands by the teacher's desk with a book in hand. 
The teacher is preparing a note to go to the office. The 
teacher may look up and say, **I'll get to you in a minute. 
Please sit down." Or the teacher might simply v;ave the cbild 
away and point to his chair. 



44 



39 

Brief should be coded when the interaction between the teacher and 
child is of very short duration. Fpr example, the teacher may glance at 
the workbook the child is holding and say "Good!" or 'That's finel". She 
may respond to a child's question by saying, "Page 5." or "In your Think 
and Do- book." In any case the coder should check brief if the teacher's 
feedback consists of a short sentence (3 or 4 words) or less. 



Examples: 

"Good!'- would be coded as (++) Brief . 
"That's teryiblel" would be coded as (x) Brief 
'*0K." would be coded as Brief only. 

Long Is coded whew the interaction exceeds that of a short sentence 
or phrase, as in the case of Brief . All extended feedback from the teicher 
should be coded in this column* 

Examples: 

•That's good.. I'm pleased with your work today." would be 
coded as (++) Long . 

"You should have been listening earlier. I told you exactly 
how to work that problem." would be coded as (n:) Long. 
"I think you'll find it easier if you use the vocabulary in 
the back of the book." is co<jed Long only. 

The "don^t know" (?) category is added for this coding because 
frequently the individual teacher-child interaction that occurs in 
the dyadic contacts will be carried on in hushed tones or across the 
room from the coder wlfere he cannot hear the content of the interaction. 
In such cases, where .he is unable to code the nature of the teacher's 
feedback because he cannot hear it, the coder notes the occurrence of 
the Interaction and the fact that it was either teacher-af forded or 

child-created. 

Coders should note that the "don't know" column has a very 
special and specific meaning for this 'coding. It should be used only 
^en the coddr cannot hear the teacher's feedback. It must nbt be 
used when the coder is unsure about whether to code the teacher's 
feedback as process or product. Thus, use ,of this column signifies 
that the coder could not hear the interaction, not that he has diffi- 
culty in making a coding decision on the^basis of something that he 
was able to near. 
• * ' * 
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Chlld>created contacts - Personal 

There are two types of peraonal child-created contacts: 
experience sharing and procedure related. ^ 

• 1. Experience sharing 

/ /' 
Examples: 

Child tells teacher of experience that happened to him 

over the weekend. 
Child tells about event within his family. 
Child tells teacher about not feeling well. 

All experience sharing contacts are personal ones in which the student 

approaches the teacher to tell him something that is not related to 

either classroom work or procedure. 

The teacher's feedback might fall 'into two categories: 

acknowledge (ACK) or delay (DEJ^AY). The teacher's feedback would 

be coded as acknowledge if the teacher listens to the student's 

experience and perhaps comments on it or simply nods her head and 

4 

acknowledges that she has heard. The teacher's feedback Would be 
coded as DELAY if she indicates to the student that she is unable 
to listen to his experience or talk to him about it at the time. 

2. Procedure- related 

Examples: 

Procedural interactions created by the child 

Wants paper, pencil, eras.er, etc. 
Seeks permission for washroom, drink, etc. 
Finishes work and wants to know what to do 
.Has Wrong book or worksheet and wants to exchange 
Tattles on other children 

Offers to do a job or errand ' ^ 

Resiinds teacher of something or calls attention to something 

In this situation, where a request for permission is involved, 
the teacher^s feedback may be one of the following: GRANT, (permission is 
given), DELAY (teacher signals the child that she cannot deal with him 
now but will do so later), or NOT GRANT (permission is not given or the 
request la denied). 
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TEACHER AFFORDED CONTACTS 

Teachar-afforded Contacts (v^rk-related) ; 

The category designations are the came for teacher- afforded 
Work-related contacts as they are for the child-created contacts • The 
•ane distinctions apply to the £raise_(++), criticism (3) and don't kno w 
(?) categories for the teacher-afforded situation as for the child- 
created situation. Also, in terms of extent of teacher feedback to a 
given child, the brief and long designations apply here. The one dif- 
ference is that under teacher afforded contacts there is added an 
Observes column and the Delay column is omitted* 

Observes is coded whenever the teacher is moving around the room 
glancing at student work', but not entering into verbal interaction. Thus 
it should not be confused with don't know (?) simply because no verbal 
interaction takes place. 
Example: 

' The teacher is waiting around the room and stops at 

Susan's chair and looks over Susan's shoulder at her 
workbook. The teacher remains here looking for 10 
seconds or so and then moves to another part of the 
room'. 

The coder should check the observe column only when the teacher 
stops and look^ at a child's work. It should not be coded if the teacher 
Is merely moving around tlie room scanning aa she moves. Also, if the 
teacher stops and observes but then says something to the child, brief 
or lon^ should be coded and not observe. 



Teacher Afforded Contacts - Personal 

As in the case of child created personal contacts, these contacts 
do not involve either work content or procedure. They are of a strictly 
personal nature and might involve such things as a teacher asking 

a ; ^ 

a student about an experience he had on the weekend, about the health 

D 

of some member of the student's family, or perhaps about what happened 
at home the night before to make the child so moody or sleepy. In 
the case of a contact of this sort, a check would be placed in the 



__9^„ * column marked PERS. 

ERIC 



42 



Teacher^af forded contacts (procedure-related) : . 

Within this category a distinction is made between those afforded 
procedures which are favors for the teacher, (or those which the child is 
called upon to do which help with the running of the classroom. The child 
in this case becomes a ''helper'' •) and those situations which have to do 
with classroom management or organization. These requests have to do with 
getting the child ready to work on an assignment. 

'Examples: 

Favor is coded if the teacher asks the child to pass out - 
the crayolas, workbooks, readers; take a note to the of- 
fice; lead the line to lunch or P.E.; take names when she 
laaves the room*. 

Kanagement is coded if the teacher aske the child to cover 
his paper, sharpen his pencil, get out his math book, change 
his seat in the classroom. 

Thunk von is checked if, in addition to' an afforded procedure, the 
teacher thanks the child for performing the favor. Thanl^you's will be 
heard more frequently in connection with the teacher's request for a 
favor from the child than in the management situation, however, it would 
not be ioipoasible for them to occur following management requests. 

Examples: 

T: Laura, will you pass out the lunch cards, please. 

(code teacher-afford^^ procedure, favor) 
S: (Passes out cards and sits down) 
T: Thank you, Laura. (Check thank you column.) 

t1 John, get out a clean sheet of paper. (Teacher-afforded 

procedure, management) 
S: (John gets out paper.) 

T: (Teacher begins writing on board and turns attention away 
from John.) (No thank you is coded) 



Behavioral Contacts . 

Behavioral contacts are coded whenever the teacher makes seme 
coiranent upon the. child's classroom behavior. They are subdivided 
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,lnto praise . > non- verbal intervecrtlon , warnings > ^nd crlttclsm > 

Behavioral evaluation contacts are considered to be teacher 
afforded , although they usually occur as reactions to the child's 
iianediately preceding behavior. Nevertheless, they are teacher- 
afforded in the sense that the child usually does not want and does 
not expect the interaction, and the teacher chooses to single the chi4d 
out^ for comment. The conditions for coding this category are: 
(a) the teacher singles out the child for comment upon his classroom \ 
behavior; (b) the interaction concerns only his behavior and does not 
Involve praise or criticism in connection with work-related or procedural 
contacts as defined above • Some behavioral criticism may occur in 
work-related and procedural contacts, and in those situations it appears 
in the coding' for work-related and procedural interactions. The 
category of behavioral interactions is used only for those instances 
in which the teacher singles out the child for comment solely on the 
basis of wanting to discuss his classroom behavior. Work-related or 
procedural matters are not involved. 

Most of the evalua- 
tions coded in this category will occur in connection with the child's 
Attention, cooperation, and performance of classroom rituals, although 
occasionally they will be comments made in relation to the child's academic 
work* In the latter, case, there will be evaluations made at the conclusion 
of a lesson or a school day in which the teacher refers to the child's 
general perEormance. Teacher praise or criticism of this sort would not 
be picked up by the coding system otherwise, since it does not occur as ^ 
part of a response opportunity, reading or recitation turn^, and other 
^dyadlc\co'ntact . 
Praise 

. ^ This category will be used relatively infrequently with most 
teachers, although it will occur. Occasionally children will be 
singled out for special praise when they have done a particularly 
good Job of cleaning up their desks, sitting up straight, keeping 
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quiet in preparation for leaving the room, "etc. Praise coded in this 
category will also sometimes occui^ after activities but not in rela- 
' tion to specific responses during those activities ("Johnny really 
knew all his words today — he must have studied real hard last 
night. ••). Idiosyncratic teacher euphemisms that carry the same sorts 
of -meanings as the preceding examples are. also considered to be praise 
("Johnny has on his listening ears today," "Mary knows how to get 
ready to go."). Whenever the teacher singles out a child fo* such . 
praise, coders should check the praise (++) column under behavioral 

* 

te^chcr-af forded contacts . 
Examples: 

1« Praise 

••John is all ready/" (has hishands folded. Is sitting up, etc.) 
••John's got his listening ears on today/' ^ 
••John, you really knew your words today, didn.'t you?"' (said after the 
leaaon rather' than during a response opportunity) 

Won-Verbal Intervention ie. included in this system to account for those 
aitumt^ions in which the teacher takes steps to correct a behavioral prob- 
lea, however, she does so without disrupting the whole class. She may 
move close to a child who is tariking; she may tap a child on the shoulder 
who U daydreaming and point' to his l^ook; or she could turn a child around 
in hia seat when he is facing the wrong way and looking at his neighbor. 
Theaeare cases where the teacher does intervene, but does so inaudibly 
- with a minimum of disruption, 

Warninp ^ ^ . ^ 

This category and the following one refer to teacher behavior in 
singling out for coimnent a child engaging in inappropriate or undesirable 
classroom behavior. Comajents and audible gestures , such as tapping a rulTcr 
on the desk or finger snapping, which function as warnings and which do 
not include elements codable as criticism are coded in the warning category, 
while negative reactions which do contain criticism are coded in the 
criticism category to be described below. Usually teachers' warnings 
will occur in situations in which the child is doing something that is 
not necessarily or always prohibited but which is troublesome at the 

o 

moment. In such instances the teacher t^ill single out the chLId to 
inform him that his present behavior is inappropriate, but will do so 
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without communication of rejection or anger as in criticism. Examples 
of this are as follows: "Johnnyi^ you're getting too noisy" "Try to. figure 
out the answer on your own dbn't copy off your neighbor" "Johnny, you 
can talk to Mary if you want to, but stay in your seat*" 

The lines of demarcation between procedural-afforded interactions 
and* behavioral warnings, and between behavioral warnings and behavioral , 
criticisms, are sometimes difficult to discern* 

Sometimes the same or nearly the same words could be 
coded in either category, with the decision being made on the basis of 
th« nonverbal expressive and gestural components of the teacher's 
nessage* Behavioral^ instructions given to the child merely in the in- 
terest of information or classroom managv ant and without any connbta- 
. tion of warning or criticism would bn coded as afforded procedural con- 
tacts. The same instructions given in a slightly different context 
. which^connoted more of a warning and perhaps implied that the child 
should know 'better ("John sit down -- Mary can't see when you stand up 
like that*") would be coded as behavioral warnings * If the same sentence 
were snapped^at the child or deliveredi with anger or exasperation, it 
would be codediSas behavioral criticism * 

I' , ; 

Warning , 

^ *» 
••You're too loud, John/* 
"Stay\ in your seat, John." 
. "Raise your hand if you^want to answer." 
"Try to ^figure out the answers yourself." 
Teacher snaps ^her fingers at a child who ie not paying attention. . 

' 3. Criticism 

"Keep'yoi^r voice down, JohnI" (with irritation) 
"John — sit down I!" 

"I told you to raise your hand first don't you listen?" 

"Keep your eyes to yourself, John, his paper is none of your business." 
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BEHAVIOR-RELATED CONTACT ERRORS 

Hheh coding a desist event (the stopping by the teacher of misbehavior), 

we would like to obtain a measure of her effectiveness of metho?!. We can do 

this by recording certain errors which she may make when halting a deviancy, 

». « < - — " 

.target^ timing, overreaction, and shift errors. 

A-TARGET'^ER^ is coded when the desists the wrong student or desists an 

onlooker or contagee rather than an initiator. For ^xample, all is quiet until 

Mary whispers to Jane. Jane theq says something back to- Mary, and Jami turns 

arajund to listen. "Jini, turn around .and get back to work," this teacher says. 

A target error is also coded if one deviancy is stopped while another, more 

serious misbehavior was allowed to continue. Thus, if Bob were tossing paper 

airplanes while the teacher was chas^tizing Mary and Jane, that would be a target 

error. , • 

A TIMING ERROR is coded whenever misbehavier increases in seriousness^_o;> 
spreads to more children before being halted. For instancefl^k whispers to 
Craig, who whispers to Jim, and then Barney whispers to' Craig, and then the 
teacher desists. Also, if John says something to Clem, Clem pokes John, John 
pokes Clem^ and they start to pull each other's shirts off before the teacher 
stops them, the desist is considered "too late" because the misbehavior increased 
in seriousness before she acted. 

Occasionally tlil^der will be busy coding other .information prior to a 
desist and will not have been able to gather sufficient evidence to judge whether 
or not a target or timing error has been made. In these cases, place a check in 
the "?" column. This refers only to the target and timing error columns, since 
the coder can usually teli if an overreaction or shift error has been made 
without having previously observed the children.. 
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An overreaction error occurs whenever a teacher overreacts to a deviancy. 
For exa^le^ if Mary and Jane stop talking and get back to work before the teachur 
desists, OVRCT should be coded; since the misbehavior had already stopped, th«i 
tescher should have ignored it. It would not be a timing error because the mis- 
behavior does not spread or become more serious. Another instance: The class 
Is in a, discussion and Hercules is talking when the teacher says, •'Hercules, utop 
talking. This is not a playground, it's a classroom, and we're supposed to h*i 
working. If you talk, you disturb your neighbors so they 'can't work. So let^s ♦ 
all get back to work and be quiet." This overdwelling on the point is an over- 
reaction error because the teacher's action is more than sufficient to stop the 



ache 



talking. Of coui:8e, if a selious deviancy such as a fight occurs, stem action 
would be appropriate since the class has already been disturbed. Even so, the 
teacher can commit an overreaction error by criticizing the deviants beyond the 
point where they understand and conform. * • 

The "NOERR** column is checked whenever the teacher desists without committing 

f 

any of the four errors. As mentioned before, the should be used and the 
"HOERR" column not checked if the coder is not sure that a target or timing error 
has not occurred* 

<* 
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